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IN\TRQDUCTION S oo
E Although specialists in the field of preprimary education differ on

- . many aspects of goals and tnethods, they' generally agree that the compe-
. ‘ - s )

«

“tence and attitudes of teachers are major determinants of program effec-
tiveness.‘_’ 2 In spite of this agreement, few emoirical studies of teaching
haVe been rep%rted, and virtually no research on teacher preparation and

educatlon has been accumulated. : ) g
) ) ) .

From the general Ilterature on preprlmary education, it appears that

— -

the' majority of people teachmg ch||dren under 5 years of age (in” some~.

countries, under/6 years) have had no preservice educatlon at all,” and |

. ~
o

most have had only sporadic workshops or short courses. .The pmgortion

L] e -

of trained to untrained personnel is not simply a function of the tevel of

.

mindustrialization of a sgiven country, nor is it simply related to per capita

income or average educatlonal attalnment Complex historical, political, and

economic forces seem to be at work (cf Goodnow & Burns, Factors Affect-"

lng Pollc1es in Early Childhood Educatlon An Australian Case, in this vol-

ume). One of " the few falrly reliable generallzatlons about the field of-

preprimary educatlon and its teachers is that the younger the chu[d being

~taught the |ess training the teacher is likely to hacve the less status a&j

'
p"r‘estige she enjoys, the fewer quallflcatlons are required, the lower the
3 A :

wages, and the longer the houris of work. . ' .
. ' N

UNIQUE CHARACTERISTICS OF THE FIELD

\

In many respects, the education of preprimary teachers shares some

of the same proms as the education of primary and secondary teachers.
e . N

However, education for preprimary instructors also possesses some unique
) .

problems stemming from the unique. characterlstlcs of the f“eld. These

MY

‘ )
|atter characteristics are taken up first |n the discussion be‘pw followed

¢
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-

by cansideration of the points in w_Hich edocation for preprimary teachers

s similar to "that for other groups.

In reglons where preservnce educatlon is available for preprimary

.
¥ 4 il

-personnel, lt is offered Nin a varlety of nnstltutlons reflecting the wnde,

1

. varlety of settlngs in whlch such personnel are employed Some training

is avai,lable in social wdrk Or»socnal w.elfare departments, or in institution's
) . ! = . t .

.

sponsored by social ﬁrk agencies ('Husen & Postlethwaité ‘in press),'i

- [

- Other tralnlng IS offered in nursmg or medlcal agencies or .in ‘highly

specnallzedslnstntutlons such as Montessorl métntutes teacher training’
o -
coIIeges, home economlcs departments of colleqes or secondary schools

1

vocational or ‘technical secondary schools, or human ‘er. child development’

. 'i
divisions of psyc'homlwy departments im colleges or universities.
£ - .
Role Ambiguity -+ © A , v '
/ L
Such diversity of training arrangements as well* as . emponment set-

’

tings (e.g., nurseéry fSchools,‘? creches, kindergjartens, day care centérs,

‘etc.) operating for different lengths of the day'[and serving a variety of ~
N . - Y o

L4 23

age groups exacerbates a longstanding problem caused by unclear role

boundaries and role ambiguity, a situation which in turn leads to ambiguity

I © - B .
and confusion about appropriate goals and content for those training and

education courses that are available.

Variations in Program Goals , ' s

—a

Questions concerning ‘what -proportion of time available for training

should .be allocated to educationalor health issues (and within these, the

>

issues. of how much emphasns should be glven to theoretlcal versus peda-

gogncal studies or to the deveIopment of techniques for wor‘(lng with

p&arents) are constant sources of discussion in the field (cf. Katz, 1977),

.
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>

uisition of *skills and knowledge for build-

N

nd, for ‘helping parents to improve their

mary teacher$ emphasize the. a

ing sit_rpng ties with. pareys
. . PRI i ‘ : . .
childrearing. - In additien, working closely -with other professionals in such
- n e . . A . o o
related fiélds as medicine, social work, nutrition, and prirﬁary«educatipﬂ) is

seen as desirable (c;ﬁ. NationaI'Semina.r, 3978). In the case'of developing

_countrles such as India, for example, cmany teachers are expected to
4 ‘ N

[

recruit\ the mothers arrd children into the program as well as teach éhild-

% .
rearing, hygiene, crafts, home management, and-sanitation (Pakjam, 1978;

~Grant, 11982). ' . o - - a

Low Wages

-~ v

Another special characteristic of the preprimary field is the extent to

which education programs are staffed by volunteers, in some cases because

- - . . v
of the lack of funds with which to pay staff, but in others in order to
create an infbrrr?al, family-like atmosphere. Im still other programs the

motive uné:lerlying the use of 'volunteers is to strengthen relations between

" the home and the preschool or to help mothers learn to work with children

",.byvj»volvuntary participation in the preschool (Singer, 1979: Playgroups, in’

pressk. These v,blunt‘eer groups tend to undermine argurﬁe‘nts put forward
- LV y
by professional associationg and b} teacher trainers that teachers of young

children need special skills and knowledge, as well as advanced training

A

by which to acquire both.

: ) ‘ ' A ‘ :

Aside from tr({e' relatively large role played by volunteers at this level

of schooling, preprimary education seems to be caught i&n a viciolis cycle:
In the absence of trainimj and qualifica'clions, many preprimary ‘teachers

»

.have few skills and a‘re'then'efore'very poorly paid;")zecause of the’ p;oor

pdy, people who ‘do have skills will not seek .employmen.t in preprimary'

-




« \/
" education setti’ngs. Because employees lack sophisticated skills or train-

ing, ‘clients as well‘as-'sponsoring agehcies are unwilling to increase pa'y.
~ . n addition to the’-)pOO'r skills/low pay cy'cle; it is a fact that the younger

the Chlld in the settmg, the IOWer the child/adult ratlo "This méens that
"
when pay is- . mcregsed the costs of a program increase relatively dramat-—

|cal|y Vwithout correspondmg increases in thq,number of chlldren assigned
to ar\m mdwudual teacher ’(cf. Woodhead 1979). Furthermore rigorous or

Iengthy trammg is unllkely to attract candldaes ‘when the\glttmate pay

N,
scale is so low. Nevertheless, some attempts to break this cycle with new

'." straihirig initiatives and with the introduction of "professional" standar‘ds
i ' - o0 .
and qu\alifications have been, reported and are discusseéd below.

' . GENERAL ISSUES IN TEACHER EDUCATION AND -
PREPRIMARY EDUCATICN '

- ¢ . “ N e

. Elusiveness of Criteria for Good. Teaching ' .

>

Educationy of teachers for all levels of schooling suffers from the ab-

sence of agreeﬁ-upon criteria of effectiveness—-definitions of or consensus

3
N & N

' upon what constitutes "good" teachmg (Medley, 1982) The teacber edu-— o
. A

-

cation field 'is so diverse® in terms of "phllosophy," curriculum styles ‘ages

of ‘chlldren served, Iength of the teachmg .da_y, scope g)f functions of

K]

, teachers, and so forth that such consensus on what constitutes good
i 7 ! !
teaching is unlikely to be achieved on a field-wide basis. And, since con-
) | | . I
ventional academic achievement is rarely of central Concern to pr'eprim‘ary

L : s v .
staff, standardized a'ch}evement test scores' are unlikely to be accepted as-

r appropriate or meéningful measures of te%ers' effectiveness from which

b

inferences "about the worth of training can be made.

-




lmpact of Training o - | P ' o R
Another problem preprlmary educatlon shares wnth all" other levels of
‘ schooring is that even in those regions where teacher tramingkis available,
aoubts about its imbact on ‘ultimate teacherl performance are widespread. -
(cf. Raths and Katz, 1 982). | Sode bf these doubt; are cast in ter\mé,of

the r"el'atively greater impact of the ultimate*workplace on teaéher-p'erfor-‘,

| ¢

mance as compajed to the impact of the experiences provided during the

g. Other doubts are expressed- by both trainees them-’

’

pfeservice traini
A J o . - o
selves and the practitioners who receive them after training has been.

c'ombletegi. The latter critics assert that, from -their "objective" view, .

training offered in preservice programs is’ too theoretical and idealistic. -

s

it
@

The candidates themselves, from their "subjective" view, also claim that
the training t ey rece“ive‘is not sufficiently relevant or useful and reject it

as too theoretical as well. It is possible that-both these views are justi-

fied andia?pgo\priate, but without agreed-upon criterion measures it is

difficult to empirically.test them.

The "Feed-forwa}'d" Problem. ' L '
| One of the major difficulties in \deSIqmng and assessing the impact of

™ P
preservice traihing programs is the so-called tfeed-forward" problem

\ .
. (Katz, Raths, Mohanty, Kurachi, & Irving, 1981)--namely, the problem

el

stemming from the fact that preservi'ce‘t(aining consists largely of giving -
L “ ‘ -

)/\ students answers to questions they have\not yet asked, or of providing

wtudents W|th methods for dealing wuth eventu‘ahtles rather than actual-—k

-

ities. = The phenomenon mcludes resustance from the student at the time of

‘exposure to given learnings and, later, protestations that the same instruc—

v

tion , had not been p}ovided,,}shomd have been provided, or should have

~ e/

been provided in stronger do‘_ses. - Thus, for example, the advice that - ‘?
. » ’>

7’} ‘ . .‘ VO 3 . '




- N - \ .
students should be more fully trained ip%ﬁgetian p,sy'cholog”y and methods

may seem reasonable to a teacher enjoying su{:cess in her fifth Kear on the

job, ‘but may seem irrelevant to a'.candid;ate struggling with the forthcom-
o L N .
155 challenges of managirlg 30 ‘reluctant preschoolers.

" This l'feed, forward" problem, no doubt generic to anticipato‘ry profes=

-

. ‘ - : N ' .
v sional training in all ‘professions, becomes an issue mainly when  the train-

ing staff expects tralnees to apprecuate the relevance and usefulness of the
_ . s
tralnlng exercnses and component§ provided for them at the tlme they are

\/' R} “
occu rlng. Th|s hypothesuzed feed forward situation |mpl|es that upon

Jlater- reflection, students' feelings, attitudes, cBeliefs, opinions, and evalu-
. »

v ations wnth respect to. a g|ven experuence obtained earl|er durmg their

tralnnng may change, although candldates are unllkely -to belneve so.
. Thus,: for example students might be enrolled in a course in chlldren s

]
literature wh|ch requlres them to read ‘and anlhotate 100 chuldrens books,

-

-

and resent the exerCISe at the time. - However it may be that durmg their

actual enTployment at a later time the graduate will change the nieaning of

that set of experiences, thinking, "I hated it then but now l' gladr they .
n

made mes go through with it, etc." Or, conversely, the graduate may look
back 'on an exercise en}oyed' and dismiss -it as irrel,evant.‘

A terms of the feed" forward problem, it may be useful to look at

teacher education in terms of three time periods: \ ‘
\ - . o i 3

] - »

Period I “'P'rosp,ective ‘Opinions, feelings, beliefs, etc. before
' training '

Period ‘1: - l.n\trospec‘tive Opinions, feelings, beliefs, etc..during
T . . o . training . ) o i

Period lll: Retrospective Opinions, feelings, beliefs, etc. after -
‘ g ' . training . R




A

Periods | aan&'li may .be charactérized by the conviction that one knows

how one vi‘s “goin"g“tto i‘eel during the next .periods. Opinions: feel‘ings,

beliefs; etc. .may be p.ositive or negativ'e apout the anticipated or actual

experiencesﬁdurihg .both periods, o; they may if;e mixed. The experiences
v -

" of Period II cann‘ot be changed during ‘Period 111, but the evaluations of
them may change once or often flugtuate during Period I11. ‘An e:xample
taken froin. another field ks a study of the ’gradﬁ‘xates of a business schhool,
all of whom ‘shared the same curriculum (Neel, 1978). Graduates were
asked after 3 years 7 to 10 years, and 12 to 15° years how the currlculum ’

mlgb.ulave been better‘ or |mproved ~ Graduates with 3-years o*the job
< ) o

emphasized increasing the "how to" elements of the curriculum; graduates
‘with 7 to 10 years of experience suggested ,additional'courses in human

relations, psychology and sociology., and how to get a|ong “in oroanizatioﬂs.
B

Graduates with 12 to 15 years experlence stressed the need for additional

courses in ph||osophy, rellglous studies, and literature. Though gr-ad-
uates might not have accepted -thgir ‘mentors" predictions that they might
have such opinions in the future, Neel points out that T
It was quite obvious that the more edperienced business profes-
sionals were more interested than the younger men in reassess- /
ing who "they were as .individuals and at what place they -had .-
arrived in the|r lives as well as their careers. (p 7)

> 'In a sense, then, it is in the nature of thin that ‘students cannot
. , ’ . - '
know -how they will feeI abbut a given experi t a later point in 'time.

s

The actual experlences obtained dur|ng the trai‘ning never change onl,y
the meanlngs put upon them and the evaluations given them may change
later in the light of subsequen‘t teaching exper|41ces It should be noted
that the meanrngs (lncluding feeiings attitudes, beliefs, opinions evalua-
tions, etc )’ assocnated with the experiences obtained durmg trainlng may.

be correct ‘or incorrect, positive or negatlve, at the time ’"they‘occur as

- v

Al . “

. e 10




. - well as in retrospeé’t In other words, the feed forward hypothes;s states o
r A, /-

. that though the experlences obtalned durlng tralnlnq never chande, retro-

spectively, in the I@ht of on-the-job experlence araduates may. ascribe -

1 : .
A . . -

new . meanlngs to them : o \\ ) cL

- w

Another issue associated with the feed forward paradlgm |s whether,

—

such retrospectlve changes in the meanlngs and values assigned to earlier

‘j“ - experiences are systematic, and if so, what is the system? If the hypoth-

esis is empirically confirmed, it could irnply_) that teacher education.must be
designed and rationalized on bases other than the extent ‘to which students
saccept or like what is offered (at the time they experience it) or whether

they can even grasp the relevance of(\té.components. Ideal bases for

rationalizing the design or\ content of teacher education should at least
) ' .

i ,- include theories of adult)learning.and of professional or occupational social~ -
_ R . .

ization. How.ever, it appears that the pattern and structure of training
programs are determined more by tradition, economic exigencies, and com~-

o :
mon sense than by such theoretical formulat'ions Conflrmatlon of the feed

K

forward hypothesns would/ require longltudnnal studies of several cohorts of

~ ~~—tandidates from their training through several, years of employment.

"}\ Problems‘ of Content - ‘
~ l N * , . * * I

/v%other problem shared by -early childhood teacher training and

! 8

tra|n|ng for other levels of schooling concerns the appropr|ateness and -

suff”cnency of the content of the tglnlnq courses lnvarlabiy, course

a

A
' . rgwstons involve additions’ of new spectaht|es and experlences g|v1ng rise
' 4
to steady inc¢reases in the length of tralnlng required. Questlons such as,

-

1

What proportion of the- required work should be studied in How much .

depth? arise constantly. However, .it is not -clear what criteria, theories,
\ .




_or rules for decision making should be used to-answer these k'inds:df con-
‘ . v - . [ . ’ , . 4 ) :
tent questions. : - N : . .
P : : _
From the scattered reports available® the preservice education of pre-

« » . . oo, P - .
N .

,primary/.teachers "appears to be following a trend noted ir’;,‘educatibn for
Vad R " 4 - ” .

a -

R L]

~

' teaching at the ‘upper levels--namely, ‘toward longer periods'\ of trainihg i
“and greater nroporttons .of"the tfaining,being ‘.a'vl’located to theoreticél or
".'t:?un‘datidn"fvsu.bjects. ‘One g’f"th ‘best - known speci'alizeﬂd training nro-i
grams$® folr hose who work with youn chlldren nursery nurses tralnmg in

the United"” K|ng om, has undergone great changes in "the |ast 10 years.

course was changed'so that mstead of its trad|t|ona\1

1

three-fifths time a ocated to practice. and two- Ffths to theoretlcal or

In 1974 the 2- yeav

/ academic work, the proportions are now reversed. |n addltlon, the re-

~

~quired age for’ entry was ralsed from 16 to 18 years. 'Many of the spe~

cidlized nursery anurse training |nst|tut|ons and programs ralsed the|r'
. o ? - .
general -academic entrance requirements as well, and certlfylng gxamlna-

tlons have. been upgraded substantlally These changes reflect increases . !

rr\ /
in the, knowledge base (partlcularly in the area of Chlld developmen-t and
parent/chlld relayons) increasing complexity of childrearing and educa"tion'.

in general, and strong pressures within the field for greater professnona|-~

ization (Batten, 1981). o ¥

A developmental perspective. Considerable’ interest has been shown

in addressing such: ‘questions as those outlined abdve ih terms of dev'elop'-
mental' stage's trainees are thought to undergo. Katz (1972) 'riroposed' that

- _in the case of preschool teachers, most of whom had little or no preservice’

ot [ N )

"4 training, the a'spe'cts,and components of teaching with which they need

.
"

- -assistance change as experience accrues. :

‘.ﬂ
s



A

Four sta‘g-es of preschool teacher development have been hypdthesized
as occurring .in sequence, altlidugh the duration of each stage may vary
among- individuals. The first o/f‘the ‘fo'ur hypothesized stages is' celled
survival. This stage is characterized by the trainee or -teacher being
preoccupied with manageme-nt and control of the group “o.f.ch?ldren, keeping

them reasonably ‘busy and content, having the children accept authorityt

and--accede to demands and beung liked by them A second stage, called

‘consolldatlon is d@flned as a period that beglns when th¥ trainee or

teacher ha$ mastered control and management of the whole group and can
provide suitable activities to which the ¢hildren respdnd favorably. Now
the trainee or teacher becomes ¢bncerned about individual children whose

behavior is di_ff'erent from that of .most of the others, who appear to be

atypical to the teacher, or who are seen not to be learning or responding

“as well as the teacher would like.

A -third stage, called renewal, »beginning perhaps after 4 or 5 years
of teach'in‘g, is characterized by a subjective feeling of ,.ybecoming stale or
weary of the same routines—-tired of reading the same stor|es singing the
same songs, elebratlng the same festivals, and perhaps finding that da|ly

work with young children has become intellectually‘ under-stimulating.

. Teachers in thIS stage typically ask for fresh ideas and technlques, new

materials and methods, and enjoy and welcome opportunltles to exchange~

“

ideas and materials with colleagues in WOrkshops. A fourth stage called
—
maturity, reached earlier by some than by others mcludes the teacher'

acquisition of self-renewal strategles but is marked further by the ten-

dency to ask deeper -and broader questions about the nature of educatton

f}ﬁk l

A
and its relationship to society, about historical ph|losoph|cal or ethlcal

issues in teaching, and so forth. The latter .stage has been difficult to’

4
S
Hay s

,.Z,;sL

n:";*ﬁ . lﬂ, "3 b

)
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Y

a\ - :
\validate, since many preschool personnel move up into .directorships or
. N L4

other ancillary or ‘administrative pos'gtioné if they stay in the field as long

- .

- as 5 years.

. »lmplicatioﬁs for teacher traihing program content.. The application of

- developmental stage constructs té preprimary teacher education.can have

three kinds of benefits. First; trainees and teachers can be helped to
v ) 1 , X . R , .
avep“t their own "survival" struggles at the beginning of their careers as_~
Min tpe .nature of things" and can thus put their I_ack,bf,assurance and.

b

;occ‘a"fsio‘nal fumbling into perspective, achieving greater patience with their

LN

own learning processes. Second, Jteacher education courses can be de-

.signed in such a way as to con€entrate on providing at least minimal "sur-
’\[vigval vskil‘ls" for traineeS, bu.t could do so in such a way as-to ;trengthen
trainees' dispositions to be-resource'f-ul -gnd to;. go on,lear;ning after. the

i)asic survival stage is over. That is to say:\‘one could, offer trainees

v - very vbractical "how tb" exercises and equip them with activities to carry
Qut during their inital teaéhing experiences (perhaps' enough for ti‘le first

2 or 3. months of teaching)}. Such activities and' projects. could help train-

-t

ees get started; as- soon as they feel comfortable with these "sUrﬁiva‘l kit"

RS- Y

activities in the .real - life sétting with the child'ren, they can begin to
develop their own activities and style, making plans for clasgrOQm activities
over the longer period. The third and related value.of Iookingvat teacﬁer
education from a developmenfal perspective is that courses could begin
with the very practical "how to" aspects, of teaching and end with the °
theoretical subjgcfs (e.g., bsychc;logy, p‘hilosophy, etc.), thus reversing.
the typical sequence; - ’

' It may also be useful to reconsider the best tim_e period during train-

ing at 'wvhié)h to proyidé the observational experiences that armlsually




-
/ -

3 . : .

given strong emphasis in the training of breprim&ryr\and 'primary teachers.

If there is any validity‘at all to the application of the d elopmental stage

metaphor to teacher training, and to the'four hypotl ized stages outlined

~ above, it’ suggests that exercnses in the observation of ch||dren may be
‘more fruntful if: taken after havmg had some actual cIassroom experiences
with children‘ rather than before, as is. 'customary‘. ’ Y_oung[,\‘inex‘peri ed
stLidents generally find\ observation*of children u*nrewarding‘, if not ng.
Studles of the extent 'to which exercnses in observation of ch||dren affect
subsequent teaching skills have not been found, yet these eXercnses remain
an almost sacrled component of many training courses.‘ Perhaps candidates'

. \
restlessness with classroom observation exercises also fits /into the feed

[

forward hy'pothe"sis in t‘hat-retrospe/ctively, graduates will acknewledge
their value. However, no empirical data addressed to this issue have been

found.

Field experiences. Of all of the components of a preservice education

course most strongly recommended for t*e'a,cher education, teaching practice
or Xield exyperiehce appears to have top priority, though the amount of
practice provi‘ded\ in preservice teacher education courses vgries widely.
Arrangements for f“eld experiences also d?ffer from country to country\
Some countries requnre practical or field experiénces in a suitable or
apo\?"oved setting. before admission to a formal certificate or diploma coutse

4
(e g., Sweden) Others feature practic‘al ex’perience similar to an intern-

ship throughout the @od of tra|n|ng (e.g., nursery nurses' training in
the United Kingdom). Still o.theré prowde as many as 3 years of academic
work prior to field practice :‘['e.g(., courses for social pedagogues in the

Federal Republic of Germany--cf.* Austin, 1976).'1 Empirical studies of the

effects of different amounts of practice are few and inconclusive (Davis,

1975). - ..
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In an interesting ;series of studies of se[ected characteristics of stu-
dents and the field placements to which they ‘we.re assigned for practice
'Eeaching,’ Becher and Ade (1982) repqrt'ed data ‘suggest‘ing that ‘st.udents
relatively low' in self-confidence perform better in pra‘cti(‘:e t‘ea‘ching wHen

matched with a cooperating teacher who is relati\)el'y weak or "under-

whelming."  Apparently such students' self-confidence is further eroded

w.h_en‘ matched' with a cooperating teacher .who appears to be"full of assur-

ance and who makes teaching "look ‘edsy." Becher and cf\de's research’

suggests that attempts, to match ‘studénts' characteristics (such as self-

assurance) with those of ‘the personnel in the field placement.could increase

o

the effectiveness of the pfaEtice teaching or field experiences provided in

training. .

The relative merits of irriposing the practical or field experience

requirements earlier rather than later in the traiping'course are also under
s

* scrutiny. Early- field experience is assumed to have the advantage of

giving trainees better opportunities to tryfon the future teaching role and

therefore to be better able to make an informed career choice. Early field"

experience is_also assu‘med to make theoretical studies more meaningful and

e

useful, since the practical and theoretical components occur simultaneously.
’

However, one investigation of students in training for elementary teaching

has indicated that the early field experience overwhelmed the students and

I
that their more 'theoretical courses, rather than ‘assuming greater rele-

vance, became distractions from the urgent and salient realities of coping

~with the field setting (Luttrell, Bane, & Mason, 1981). The results of

another study .also failed to confirm the assumed benefits of early field

experience (SHorter, "1975).

1o




The qualities of practice and setting: Another major issue in need of
Cd . .

‘empirical investigation is the frequent complaint of insufficient opportunities

for students to observe "good" practice‘s. Questions concerning both the

timing and amougt of practice become virtually irrelevant if the co‘mmd‘nity

lacks settings in which trainees can observe such practices. In poor.

>

* conditions the t‘ruism fhat “"practice makéjs' perfect" leads rather to a ‘situa-
tion. in which "bad practice makes perfectly bad." It can be argued that
trainees do learn from imperfect or’ :'bsd" practices ir; field . placements.
However, fust what is. learned is not clear.

Studernts in preser‘v'ice education pr;ograms are also kncfwn to complain
often that the field setngs in which they practice requ'ire them‘ tlo engagé
in pedagogical practicer that their trainers ‘and supérvisors dépl’ore or
reject. The "bad field setting" ‘predicament implies that the supervisors or
tutors have special responsib‘ilities to help trainees interpret and under-
stand the realities of ;che field settings as well as’ to cultivate their capac-
ities to adjust to those realities while simultaneously preparing to be able

.

to ultimately progress beyond them. The apparent gulf between educators

of teachers and practitioners in field settings has not been studied empir- -

ically, but is reflected in much comment in the éeneral literature in educa-
tion (cf. Katz, 1977). Such discrepancies betwéen"the‘ .ideali'ize‘d'pra;ct'ices'
advocated by the staff of teacher education institutions and the actual
.profe‘ssional .p;ractices i}n'{’/theb field are ‘ho doubt generfc to professjonal
education in all areas. - -

At the other extreme of the field experience spectrum, some training

courses may provide practice only in idealized laboratory settings, which

may be- different from more typic'al extra-campus settings. The more

"artificial" training environment may encourage graduates to Iearn/skflls.

17
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~ which are aetUaIIy maladaptive to field set.tihgs outside the university

situation. However, helpi:ng trainees to become aware of a range of alter-
na.tive practices and ,;f‘iv;e«ld‘conditions‘ by using films, slides, vidéotapes,'
and other. mat‘erial‘s may’ minimiie the,diétorting effecté of constant expo-
éuré to "bad" practice&s or to highly‘idealiz.e‘d settings. In additjion, simu-

lation exercises, role bLayfng, microteaching, and the use of specially pre-

'pared slides or videotaped critical incidents in teaching, together with
i N » i

3

solicitations of responses to specially prepared questions about the inci-
‘ ' ¥ '
dents presented, may help studenfs to transcend local practices (Medley,

1982). o 4 v

RECENT DEVELOPMENTS IN INSERVICE EDUCATIION .

4nasmuch as most preprimary personnel have little or no preseryice
edutsati'oﬁ, various approaches to the education of those aIready employed
merit 'part"icular atféntior). Two types of inservice education for;' prepri-
mary personnel érel outlined below, and a brief summary of an exténsive

inservice education project is outlined.

The "Adyisory Approagh" to Inservice Education

The' first method of inservice education is known -as the "advisory
approach" [Katz,. 1974):‘Employed in Great. Britai'n, parts of Australia, andﬁ‘
sporadically in the United States and elsewherg, this "‘Fn'gthod grew from the
earlier use of school inspectors {Bolam, 198>2‘).> In: the iaa_r}ly 1970s Queens-
land became the first Auﬁtralién state to adopt a policy of statewide écéess
to preschool education. This very large state was divided into nine re-
giohs, and adviéors were assigned' to provide technical éssistance to pre-
school classes within the regions,- some of which are extremely isolated
geographically. _Many of the pr:eschoolﬂ ‘teacheris in country schools are

N
s
R
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";/ery young, fresh from t!ﬁeir tréining college courses. taken in the larger

| cities of the state These teachers are éssigned to "country seryice”‘fo‘r

{ “at least, the ﬂrst 2 years of their teachlno careers. Prescuwhoolkadvisors

appointed by the Department of qucat/on of the state from among practlc—

- ing presc’ho_ol te‘achers, serve as,a-.d_visors for 3 yealrs, after whlch they

“return to preschoolC“classrqpm t—eaching‘. These advisors are expected ,'to. t

make regular visits to all preschool classes. within their regions, to provide .
moral as well as:techn_icaI. suppc;rt, and to c'onduct workshops on particqla}'

teaching or curriculum issues. Manyﬁ"ﬁ them also\ provide services through

. - ——

resource or teachers' centers in the region. These preschool advisors
have no inspection or sanctioning 'authority; theiryroles are limited to
- R . ) x ’

providing support and .encouragement to practitioners.
, -

The Enabler Model -

‘

A variant éf the advisory approach is the Enabler Model of mservucL

training ‘(Katz, 1972), developed especially for the inservice education of
Hiead Start teachers in the United States and subsequently adapted for the
‘support of day care staff (Holt, n. d.). This var\iaht of the advisory

’ approa'chamay' be useful in"regions just beginning to develop their prepri-
1 . ,. :

. [ 9 . >
The objectives of the model are to help the local communities served

mary resources.

by the Head Start program to define ‘and achieve their own goals and
purpoées, to offer help and advice in such a way as to -enable .local leaders
and pérticipants in the program to discover and develop their own strengths

and talents as well as to sol\\4e problems on their own, and to assist lotal

staff and participants to build and strengthen relationships with their own

local resources and agencies. - Qualifications of consultants engaged to

perform in the Enabler Model include extensive experience in early child-

r

Q . ) . v . . Co
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hood education and rélr‘éltedt fields, spetial_skills in working with parent's of |
div‘ers‘ewbackgrm.mds, and demonstrated ability to be sensitive to the
community's streng!hs and resot,;r(;es (Holt, n. d.).
The 'model is ’con\ceivédAin terms of two phases: "initiatio‘n:' ‘“c)\nd
"mai.ntenance,." During 'ghe in;fiation phases the "enabler" is expected 'Vtck

meet with all community groups involved in the programs (e.g., staff,

“

" volunteers, parents, social, medéal and nutritionat workers, primary

school iiaison persons, and so forth). During formal and informal discus-
sion with each group and among the groups the enabler encourages and’
facilitates the expression of community members' preferences, stressing the
goals andl ‘pur"p.ose's the_mefnbers the;ns“elves want  to achieve. During 'ghe
second, or ;hainte‘hance, phase of the model the enabler's role is to ‘pro_— !
vide supp’ortvfor ‘smooth ‘operation of the program. During this phase the.."l.
A » ’ N
enabler's functions include supplyirhg infor?nation, serving as* a .link Be-‘
tweenu all .segments\of the wider community ’invglved in the ::e.lfqlre of the
preséhogl children in the program, inferpreting theiprogr,»aj,{n in ter;ms of its

Y AN

own agreed-upon goals, serving as a+source of support and encourage-

ment,,%a'ppr‘eciating staff strengths, occasionally demonstrating’ skills and

..techniques, and serving as a neutr%Iizér of conflict (cf. "Katz, 1979).

Although no controlled  empirical studies have been reported ‘of* the

";‘ épplication .of the ,Enabler,_'ModeI or other variants of the advisory approach

to“.preprimary inservice eé&‘ucggtion, the following points have emerged from

several years of experience‘. » First, advisors or enablers have had to

struggle to resist the Stemp?ation to give advice too early in the develop-

ment of ntheir relation‘sl‘ii"{p‘)s with the program or 'community to be served.
| ¢

Problems arising from giving advice too early are *not a matter of the

rightness of the advice, but of allowing enough trust between the advisor
4 '




and advisees to be developed so that the .advice can be interpreted as an .

offer to help rather»tliian‘ as criticism from an outside exp‘ertj\ * - .

Second, edvjisors who live in c_the‘c’ommonity being \a_dvise'd have: the
advar"1tag'e of greater uoXers.tandiog \.t’f local ooncerns and preferences, but
-'they oave the great disadvanteqe o‘f being in too close;zand' ,)ntinUal\
contact with the partncnpants to be able .to have a detached, respectfl,xl

and reallstlc. overview of ~ partncnpants' contrlbutlons to the day-to- day
qu‘ality of the program offered to children. . . /
\ o - > . ‘ ' |
; . . Third, it appears that, depending ¢n the distances between prepri-

u -

mary settings, a maximum number to be served by any one/_advisor, or

( e -. . » © : . ﬁ'

enabler might be between six and ten. ,This makes the advisory approach
- . \ - .

to inservice educatio‘?1 very expensive, since the' qualifications- for adyisors

. '

are at the hlghest level available in the educational system and fesalarles.
tend‘to reflect"theso high educational quallfncatlons }n' addition, ‘work of
the enabler is by defi'nition itinerant and incurs costs of travel and accom-
modatlon in moet‘ reglons; Studies of the relati\;e cost—benefit ratios of:the
advxsory approach as coxﬁ)ared to other forms of inservice training (e.g.,

" courses, workshops, secondments, or release time for selected staff), . v

which take into account the ultimate long term benefits to the' preprimary

X - : .
field in a given location, are greatly needed. o

-

Finally, the advisory approach, as illustrated by the Enabler Model,

seems to be worth considering seriously in planning inservige education for

less developed countries. The Enabler Mode_l%—defined as a "non-model" by

some——puts strong emphasis on the values and goals of the locale to be

served. Its principles encourage “sensitivity to the. readlness of the teach-

ers to try alternative solutions t%;t_be'pedagoglcal, social, and material

problems they face witlgin their own working environments. Additionally,

2i
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assistamce is directed toward a response to the realities of the actual
‘ 4

situations at hand. Thus,yrather than approaching the local program with

a predetermined curriculum model, the ‘enabler is expected to take into
acdounf the local r‘aterial re'source’s, custom> and preferences, as well as ‘
the readiness of t{e available staff to try  alternative practices and exper[—j h
ment with different' approaches. The introdfuction of a curriculum or a set

of teachlng strategies which might over —taxv the local personnel and ‘mate-
rial resources,/ no matter how well- supported by empirical data gathered
elsewhere, can only lead tc: a senseg of failure which in turn might "back- ¥
lash" into a hardened posifion insisting on the rightness of the'previdusl
customary practlces thought to be in need of amehoratlon

(g

In order to lmplement the pr|ncnples of the advnsory approach of

I

Enabler Model_ within inservice education, the persons selected to do so-

must have Wad extensive experience and ‘possess a variety of interpersonal

. "as well as pedagodical skills, making the cost of the program a 'serious
7o | , consideretidn. ‘However, if the .advice and assistance given is‘of optimum_
: quelity: the, long t'e’rm pt/off can 'be expected “to be greater than that
acerued. from less expensive one—shotlwor'kshops or short courses. s Empir-
. ical tests of such predictions would be useful fo\r the -planning committees
in less developed countsies.
o 7
The Child-Development Associate

By far the most radical departure from-conventional training of pre-
o ¢

primary personnel is the Child Development Associate (CDA) _project,

introduced in the United .States, in 1972 This project has deliberately
attempted to upgrade the quality of teachmg in Head Start classes LA

 Child DeveIopment Associate is. defined as a person able to meet~the spe-

cific needs of children in a preprjmary setting by addressing their physi-

. 3
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cal, social, emotional, and intellectual growth; by establi'shing and main-

—

B

taining an appropriate child care and learning environment, and by’ pro-

)

moting good relations with the parents th'ey éerve.

At the time the CDA program was conceived in the early 1970s,
combet_:ency o'r performance-based téacher.education .and' certification was
senjoying great pdphlaﬁty anvd.cred,ibi_lity in the United States, especial-ly

among state and federal education agencies, and the CDA project.was

heavily influenced by this trend. o To date, the'"United States federal

) . . s .. I
government has invested more than 50 million dollars in its development,

v testing,. and application, \indicatihg the importance giveh to strengthening
‘oo . . . ‘ # ‘ N . )
the competence of Head Start personnel esp_ecn"al.ly and other preprimary

-

personnel genefally. l‘n‘ the 10 .years of CDA's existence ap;proximafely

¥ ,000 individuals have been credentia:led, virtually éll of whom_ were
already employed in Headr.Start or simitar programs at tHe time they under-
'took the training and completed the crédentialing pfoce"ss (Klein ar],d'.vl._om-
ba'rdi, in press). - )

The CDA systiem consists of several inte;rrg,fran_d segments. The most
central one is the set of CDA competencies which all candid’ates' must

¢

demonstrate in situ in order to be awarded the CDA credenti;ﬂ. The

| seébnd‘ ma"jor segmerit is. CD‘A."Ztraining, w‘hi{,ch. must fqllow guidelines speci-

4

fied by the federal gdbyernment in addition to being focused on preparing
candidates to den}ons’.trate their competencies. The third major segment is
. ! / . :
..%e CDA Assessment and Credential Award System. : \\ .

CDA oompetencies. One of the ‘unique features of CDA training is

the specification of teachin competencies, dévelope‘d by specially assembled

preschoo! professionals a endorsed by the major preschoool professional

-

organizations. These commpetencies cover six br})ad goals #f preprimary

°

o




teacj::i/ﬁg, emphasizing such areas as teacher responsibility for health and

safety, ,stimulation of physica‘l‘and intellectual development, strengthening

U e ) ‘ .
S'elf—concept\ encouraging group participation skills, expediting cooperation

between home and school, and performing other supplementary responsibil-

X

ities. Each> of% the ;c.ompete‘ncy ugoals is further subdivided to yield a total

of 13 so-called "functiondl areas." In addition, nine "personal cagacities"

are listed as essential features of the CDA requirements. These include
: S . A . ,

such capacities as being sensitive to children's feelings, listening and

adapting language to- suit children and families, being protective of chil-

%iren':s vvindi'vid[uaulity, ‘and so forth. The combetencies, functional areas,
and‘p')ers.onal capacities form the basis upon which CDA training programs
“are designed;” a‘lth‘ough thé precise links between demonstral;le teaching
skill and tfaining curricula or content are“difficujt to ajs'cer\.tain.

| iTraini'ng. Though \no sp‘)ecifié'brestrictions af‘e placed on the manner

in which training programs address the competencies, functional areas, or

personal capacities, the followjig training criteria are recommended:
e _

1. The training mugt be based on the- CDA competencies and should

lead to their acquisition.
2. Valid credit should be offered‘ for CDA training.

3. Fifty percent or more of the intern's total training time must be

spent in supervised field work.

5., A\cademic and field expeyriences must be integrated.

5. Trainingv’must be individualized according to each intern's
strengths and. needs with respect to acquisition of the CDA

] competencies. : .
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6. Tralnlng must be flextbly scheduled ‘so that |ength of trann"i’ng

tlme and exnt from .the tralnlng program depend on each |ntern s

-4
L]

acquisition of the .CDA competencies. (Vlncent & Harnby,o1981

\p, -
- p. 12) ‘ .
. LA . « s
Flexibility in length of training' per individual is deliberately encouraged in’

~

s : o . -
order to take into account the wide range of experience, education, and
. , - v ' .

ability in- Head Start ‘p‘ersonnel‘. Jo be eligible for assessment for the

credential, candidates must be 18 or over and must have had at least 600

hours of ekperience working wi'th /child'ren ages 3 throug'h_ 5 years; that

o

"experlence must also- be attained in’ a group “Settlng wnthnn the 5 years

p.receding application for ‘the crﬂedent|a‘| (Human Development.Services,

B3

198.2). No data reportinzg the actual"range of |0ength of 'training h\ave been
reported | | - . ' '@
These guidelines and criteria have been developed in such a way that #
any institution with relevant experience and "approprjate person'n‘el may
provide traihing for CDA cr"edentiat ca'ndidates adapting their own teacher
tralnlng curricula in any ways they W|shﬁ to ensure the candldates' acqu1st-‘“
tion of the prescribed competencies. Since the tra|n|ng and the credent|a|—;
ing segmexnts of the CDA program are completely separate, no institutions
are ‘specifically or ofﬁ’cially "entitled" by the government (or the statedto
offer training or to award credentfals,“ and no ins‘fitutions.'or- or’ganiza,t'i'onsb
are excluded from prowdlng tPaining. Theoriginal planner’s of the.:CDA
specnflcally&»\)lshed to make tralmng and the subsequent credentta! available
in a wide variety of institutions at various levels of postsecondary educa-
tlon.‘ However, to date most CDA tratnnng has been subs:dtzed by the
United States govern{nent, which thereby exerc:ses -some control over' the
implementatton of tlﬂg training guidelines and -criteria. |

. ' o,
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- “Fhe__Credential Assessment-and Award  System. By far the most

‘e Ty s $

_unique ‘aspei:t"of the CDA System is itssCredential Assessment and Awarg h
‘aystem‘ (‘\/f/ard g CDA Staff 1976)I thc‘h continues Ato u'ndergo devel_og—
~ ment, -extension, test:ng, and’ reﬂnement The process begjins whe.n an
app||cant for cand1dacy has been acgepted "|nto the credentlal award sys-
tem, " As !lhdlcated ab:)v"e the appIncaanus-t be. at :Ieast 18, years|old and ‘
have had at‘aleast 600‘_ hours of exper“enc,e Wlth ch||dren wnthln the preced-—

" ' - ing 5 years. Once the appllcant formally beqomes a CDl{1 credentlal candl-

- date, she must select a field tralner (often an experlenced membe;: ,._o:

-of her’ puplls as weIl as the-communlty The tra|ners must be app'roved

by’ the Bank’ Street CDA Natlonal Credentlahng Program ,pational 6ffice «

el ;‘W‘

o \‘ _..\.

which carrles responS|b|I|ty for the assessment and credentlallng processes.

The assessment of c0mpetence is carrled out by a Local Assessment- Team
(LAT) consistlng “of the candldate herself, the tralner, a parent/communlt‘;('
representative, and a 'representative' of‘ the CPA National 'Credentialing’

Program in .Washington','v"D. C. These four people "gather ini‘or:mation
reléva'nt to. all aspects of the CDA competencies and include consideration
of a portfolio prepared by the candldate whlch serves as a reposntory of
evidence of work with chlldren and parents related to the competenC|esh
The committee makes the final decisiﬂo‘n as to whether or not to recomrend
' 4 the candidate to the national office for~ the award of the CDA Credentia}.
In this way, the processes of. traini‘:ng, assessment of competence, and
ultimate av;arding of the credential are\-c‘pmpletely separate--a real depar-
: ture from conventtonal training and certification proc ‘ es. 4
_ lmpllcatlons for other programs and'research -i’:&ﬁeesses involved

in the assessment and ultlmate awardlng of the CDA Credential are fairly.




complex, involving the participants in the LAT in many hours of obsefva-
tion and meetings. However, a number of aspects of the CDA training ‘and

n

credentialing process could be adopted 'by others without taking on. the

whole systegn. " | ' , ‘ ° o
The competencies and functional areas constituting the ",.st_angards" of -

CDA are both basic and reasonably universal, and can serve as guidelines

.

for the training of preprimary personnel in a variety, of cultures and
settings. Competencies deemed locally inappropriate could certain|y~be
discarded or adapted. Another aspect of the training Qitem of poteniltial

value in various settlngs is that it is flexible and lndlwduahzed so thatiino

single cohort of candldates must engage inall O*f éhe ?ame exercises 'in 1

same sequence at the same tlme many candldates will be? able to. demon- _—
'strate competence in .some functnonal .areas at the outset . of their tralnxng
and thus can move on to o‘thersv,.for ’Whlch ‘they doﬂ need _trainln_g _and
practice. ot o o | .

From the information available to date, it’f-',:;ap‘pears thatc':the aé‘tual
training provnded to CDA candldates improves upon convent!onal training
primarily in terms of the explncntness of its- goals and objectlves and in its g
clear commitment to the acquusntlon of demonstrable Skl”S l/f worklng ‘with
children and their families. Unfortunately, no studies of the validity of

the credentlal have been reported as yet Thus, while'the functional areas

nominated as representlng essential competencxes for effectlve teachmg of

Uy

young children appear to have face,vahdlty, it is not yet k»nown whether

those .awarded the CDA credential and those who fail the assessment’l\pro—

cess would be judged dift’e‘rent from each other by "blind" observers. \\~

In éddition, since the pasg/fail decision to recommend the candidate ;

for the creq/ential'awar’d is madetbyl the LAT, three of the .four members of » ‘

27
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which are .selected by the candidate herself, the possibility of highly

S

biased assessment is very grea‘t. (It is certainly very likely that the
votes are "stacked" in the ca[ndndates favor in advance of the assessment
of comp;etence.) In addltlon the extent to which the standards applled by
lone LAT in one setting or community are like the standards applied by
anot’heé LAT is not known.ﬁ The potential fo»r" a "rubber yardstick" is
lindeed 'pcesent. Whether universal standards for competence are important
> nough\ to forego opportunities for |0ca| input into staff. quality is not a
‘esearch issue, hut lies .rather in the realm‘ of educational policy. The
training gquidelines and crriteria'put strong emphasis dn coordinating the
ield work?and course content inorder to minimize failure. However, since
) he main t_hrgst of the CDA program ‘is on "demonstrable skills" and "ob-
\%ervab"i"e competénce in working with children," course cdntent is program-
matically in second place.
P Given the generalvl;/ unexplored.state of the art of teacher education
‘ r‘.in the prep'rilnary field, elements‘ of the- CDA training and credentialing
systemfdeserve empirical study. Fof example, the composition of the LAT
° ‘prov1des for genuine parttc:patlon of the representatlves of the local com-
munity served by the candldate and glves the candldate herself a role in
her gwn, a-ssessment.w What are some of the lmportant dynamics of the
proce,ss?_ What | happens‘--when the L:T member representing the CDA
‘_natidnal zheadquarter‘é’—-ajsdecially trained representative of the national.
‘}fﬁered.ent"iall.ing system-—ditfers with the local judgments of the candidate's

. .&

-,competence" How can the overall competence of the profession. be up—

graded or modernlzed to lncorporate innovative practlces and new ways of

SPR : thi-nking about ch;‘ldren if the Iocal (and often remote) communlty has such
a ‘Iarge;yl_'VOice in the assessment process? On the other hand, might the

#
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extent of local participation in (/the process facilitate dissemination of new

ideas to the community in a way that formal meetings and lectures migh't’

not?

-

Some informal and anecdotal reports of the experiences of candidates

v

~who have progressed successfully through the CDA training and creden-

tialihg protess suggest that its various elements (e.g., creating a port-

folio, appointing an LAT, being ‘observed in the classroom'hby the LAT

-members and receiving their feedback in the LAT meeting, etc.). create-a

type of "Hawthorne Effect." All the details involved in bringing together

the assessment team, knowing that the parent/community: representative

will solicit parents' views, and so forth seem to eWa strong signal that
¢ v ‘. ‘

the job for which one is trained and assessed is an important one, one in

which the candidate as well as others have a real stake and a Qe‘nuine

interest. While so many p‘)eoplve who work with yo‘uhg-chi.ldren, particularly

“ ”

4 ir@ay care centers, feel undervalued and oAften depressed (cf. Whitebook,

Howes; Darrah, & Friedmar;, 1982)', the activity surrounding GDA trainihg
ar;d credentialing may play a po‘wer‘ful ro_le in improvin\g ‘morale and commit-
ment. The kinds of potentiall side-benefits of the system §hou|d, be studied
with naturalistic methods, questions df the vélidity of the credential should
be addressed with fdrmal experimental methods, and both of these’ {ypes of
studies. should be undertaken before/others; are urged to adopt the rather
complex and cumvbers"ome CDA syst?m. Research confirming validity and

. e
other positi\7e effects would then make the CDA system a potentially valu-

S

able one, particularly in regions still in the early stages of developing

3~

training methods for preprimary teachers.
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CONCLUSIONS

Information concerning the education of preprimary personnel is
scattered ahd primarily descriptive in nal;ure. Virtually no research’
‘concerning the rélative effectiveaess of alternative approacheé to vtraihivn‘g
and education has -been found. In areas in which preservice training and
education' is available, approaches appear to be quite varied and }to be
caught iﬁ the_generalﬁtrend toward increasing in length as well as
s;rengthening\ :of’ academic components. . Research /'Eé\sting“the relative
impact of var‘ious types of co.ntent,' the early versus late te{achi'pg practice,
sthe value of training in "child obser‘vétion" skills, and 'the-application of
"developmental s'tage"'concepts to the design. of 'preser"vice trainling would
be useful. E\méirical» testinglis also'needed to address the question of the
optimal prob‘ortion of preservice to inservice training, gi.:ven thét financial
'resourv'c‘es are limited. Preservice training seems ‘to‘ produce immediate
effec'ts thaf fade with on-the-job experience, whereas the type of inservice
training rép;resented by the advisory‘ approach and some of its variants

may producé positive effects in the long term.




ot

& FOOTNOTES

' \ B \ .
1The term "preprimary" is used here to refer to what takes place in

group settings for children who are below the age‘ of entry into formal

primary or elementary school classes.

~2An earlier ,version of  this chapter is forthcomiv«ng in T. Husen and

®

T. N. Postlethwaite (Eas.), International Encyclopedia of Educa_tions: Re-

search and Studies (London, England: Pergarhmqn ‘Press,‘ in press}..

3 I . .
The feminine pronoun is used only for the sake of, convenience. The

" increasing number of men engaged in teaching in preprima\ry“settin‘gs is a

welcome development,
R . i}

14
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